Although a significant body of research addresses teachers' perceptions of student disruption
Her incredulous tone elicits a burst of laughter from the students.
"'Cause I'm a man," Eddie playfully suggests. "I'm not Stella and I am not looking to get my groove back," Ms. Simpson counters pointedly, and the students again laugh. "I don't know what y'all be thinking about," she continues, beginning to incorporate dialectical and grammatical patterns common in many southern, lowincome African American communities into her speech. "I don't know why y'all think a grown woman want a child." Three to four boys respond, "I'm not a child. I'm a man." "You ain't no man," Ms. Simpson replies, "Do you have a job? Do you pay bills? Do you pay rent? Do you pay a light bill? Gas bill?"
Several boys answer affirmatively to every question in chorus.
Ms. Simpson quickly retorts, "You can't even buy Frutopia [a soft drink sold in the school cafeteria]. You beg for it everyday at lunch."
The class again laughs as the boys jokingly protest her characterization. Finally, the teacher authoritatively states: "Hush. The more you talk the more you get yourself in trouble." The students comply with her instructions and the interlude ends.
In a few short minutes, Ms. Simpson's comments, undoubtedly, have altered her professional image from one of "effective educator" to "unprofessional teacher" in the eyes of many teacher educators. Disapproval of Ms. Simpson's actions rests on the conventional wisdom that students are likely to perceive such behaviors as sarcastic and insulting at worst. At best, her comments may be viewed as simply inappropriate. Unfortunately, conventional wisdom fails to account for the importance of cultural context when analyzing teacher behaviors.
Drawn from field notes collected during our case study of an African American middleschool classroom, the cited excerpt suggests that students do not always perceive nontraditional classroom management techniques negatively. Rather, the cultural context in which behaviors occur strongly mediates definitions of appropriate and inappropriate behavior. In this article we explore cultural components of a teacher 's classroom disciplinary practices. Based on our findings, we argue that researchers and teacher educators must carefully consider the salience of culture as related to effective classroom management techniques for lowincome African American students who attend urban schools.
REVIEW OF LITERATURE
Behavioral and linguistic patterns exhibited by African American students frequently differ from institutional norms and teacher expectations (Gilbert & Gay, 1989; Kochman, 1981) . Numerous scholars argue that such disjunctions contribute to negative educational experiences and outcomes among African American youth (Delpit, 1995; Lipman, 1998) . One of the most persistent and disturbing trends relates to disproportionate disciplinary action. Quantitative (Skiba, Michael, Nardo, & Peterson, 2000; Skiba, Peterson, & Williams, 1997) and qualitative (Emihovich, 1983; Ferguson, 2000; Hanna, 1988; McCadden, 1998; Obidah & Teel, 2000) studies provide evidence that African American students, particularly boys, are disciplined more frequently and harshly than students of other ethnicities. Enduring consequences of recurrent disciplinary action in the classroom may include suspension and expulsion from school as well as an increased likelihood of dropping out of school (DeRidder, 1990) . The remarkable consistency in such trends across time and location warrants continued research and inquiry into this area.
Previous research findings suggest that African American students' disciplinary experi-ences inhibit their chances to develop and demonstrate academic competencies and become successfully integrated into mainstream society (Irvine, 1990) . For example, when teachers are focused on behavioral issues, opportunities for effective teaching and learning are diminished (Davis & Jordan, 1995) . Furthermore, when students are suspended from school or the classroom, they not only miss critical academic information but may become involved in antisocial activities. Interestingly, some researchers have found that African American students are punished or reprimanded for behaviors that are not intended to be disruptive (Gouldner, 1978) . Many scholars posit that unfavorable school outcomes among students of color support the need to further educators' understanding of how behaviors may be culturally based (Erickson, 1993 (Erickson, /1996 Gay, 2000) .
Social scientists' responses to calls for an exploration of the relationship between culture and educational outcomes have yielded an impressive body of theoretical and empirical scholarship on the value of culturally responsive pedagogy for African American students (see Ladson-Billings, 1994; Lee, 2001; Teel, Debruin-Parecki, & Covington, 1998) . Whereas previous work provides valuable insight into the academic implications of cultural responsiveness in the classroom, scant research addresses how the construct may be applied to classroom management and student behavior. The present study extends current literature by attending to three critical areas. First, we highlight issues related to culture and student disruption rather than curricular matters. Second, the study centers on the practices of an African American educator who shares many of her students' cultural orientation as related to ethnicity and geographical location. Finally, data were gathered from an eighth-grade classroom. Investigating student disruption among this age group provides an opportunity to understand factors that may be unique to the middleschool level, a generally underexplored context in literature on school discipline. Furthermore, some empirical findings suggest that the majority of disciplinary problems occur among secondary students (National Center for Education Statistics, 1998) and that student patterns in eighth grade may predict their likelihood of dropping out of school (Rumberger, 1995) . As a consequence, qualitative research studies are particularly useful in probing why such patterns exist and how they may be reversed.
The purpose of the current study was to investigate an African American middle-school teacher's classroom disciplinary practices. Specifically, we considered how the teacher 's actions were shaped by patterns of cultural synchronization in the classroom. Irvine (1990) and others have presented compelling arguments regarding detrimental effects that result from a lack of cultural synchronization between teachers and students. Examples include the development of deficit views among teachers, the deterioration of interpersonal respect between teachers and students, increased attention to controlling student behavior, and poor use of instructional time. However, few scholars have studied how the presence of cultural synchronization may nurture effective, albeit, nontraditional classroom management techniques. Central to our analysis is an understanding of how the teacher and students' shared cultural orientation influenced the teacher's responses to behaviors traditionally defined as disruptive in research literature. Moreover, we consider the impact that her actions had on the quality of her students' schooling experiences.
Although the teacher of focus in the current study is an African American woman, we do not argue that similar results may not be found among men or teachers of other ethnicities. Rather, our goal is to emphasize the importance of cultural factors as related to classroom discipline. Based on our findings, we suggest that building cultural bridges between teachers and students is critical to reversing negative disciplinary trends that exist among African American students who attend urban schools.
CULTURALLY RESPONSIVE EDUCATION
The disproportionate number of African American youths who experience school failure has prompted researchers and theorists to consider alternative educational frameworks for such students. One of the most popular approaches is culturally responsive education (Banks & Banks, 1995) . Educators working within a culturally responsive framework incorporate elements of students' home, personal, and community lives into the classroom. In practice, culturally responsive education ranges from the inclusion of specific pedagogical strategies to the construction of school environments rooted in a given cultural prototype (Nieto, 1999) . When school cultures parallel home environments, African American students are more successful than when there is an absence of continuity between the school and the home (Ladson-Billings, 1990) . Teachers who work within this tradition serve as cultural mediators, activists, and supporters of students' growth and development (Mitchell, 1998) . Collectively, the three roles enable practitioners to recognize and empathize with challenges that their students face. Moreover, their commitment to nurturing cultural congruence between institutions and communities diminishes the likelihood that pupils will be marginalized because of their cultural backgrounds.
Specifically related to student behavior and classroom discipline, a culturally responsive stance enables practitioners to consider possible cultural underpinnings of behaviors traditionally perceived as disruptive. Examples include student behaviors related to physical movement and norms in oral discourse. Unfortunately, little scholarship in the field of culturally responsive education directly addresses disciplinary practices. Empirical and conceptual pieces that do center on this area, however, tend to focus on the role of cultural synchronization between teachers and students.
CULTURAL SYNCHRONIZATION IN THE CLASSROOM
Many researchers acknowledge that African Americans have a unique cultural orientation that stems from African traditions (Hilliard, 1992 (Hilliard, , 1995 . Examples include beliefs about spirituality, displays of emotion, physical movement, and individuality. Results from empirical studies also indicate that African American students engage in distinctive language patterns, styles of dress, and forms of nonverbal communication. More important, such behaviors and orientations are often incongruent with European-influenced school norms (Kochman, 1981) . Irvine (1990) termed mismatches between school and student cultures as a lack of cultural synchronization. Gilmore (1985) and others have demonstrated how a lack of cultural synchronization between teachers and students contributes to disproportionate disciplinary action, particularly among boys. As Irvine (1990) wrote, "The language, style of walking, glances, and dress of Black children, particularly males, have engendered fear, apprehension, and overreaction among many teachers and school administrators" (p. 27). Given that the majority of public school teachers in the United States are White and that African Americans constitute a growing percentage of student populations in urban schools (Irvine, 2003; King, 1993; Sleeter, 2001) , the importance of understanding cultural differences is clear.
Research by Ladson-Billings (1994) , Mitchell (1998) , and others demonstrates that effective teachers of African American students align their professional practice with their students' culture. Such practitioners are often referred to as culturally responsive educators (LadsonBillings, 1992 ) and warm demanders (Irvine & Fraser, 1998) . Verbal and nonverbal interactions between teachers and students, in particular, mirror patterns that exist in students' homes. Gordon's (1998) study of inner-city African American educators suggests that such teachers often use voice tones, facial expressions, and word choices that convey a strong and intense style. Unfortunately, these disciplinary approaches may be misinterpreted within the context of traditional school environments. As Gordon noted, To a person unfamiliar with African American culture or inner-city life, it could be misconstrued as intimidating or heavy-handed . . . but in the minds of these informants, discipline was directly connected to caring. In fact, all viewed lack of discipline as a sign of uncaring and an apathetic teaching force. (p. 427) In light of literary findings regarding the importance of cultural synchronization in schools that serve African American students, understanding how the concept relates to classroom management is particularly important. However, many researchers address curricular rather than disciplinary connections (see Delain, Pearson, & Anderson, 1985; Paul, 2000) . The findings from the current study, however, mark an important step in acquiring a more thorough understanding of the concept than presently exists.
METHODS AND PROCEDURES
Because our research focus involved complex issues of culture, context, and teacher perceptions, a qualitative methodological approach was most appropriate. Furthermore, because the results of the current study are bound by time and space and build on previous theoretical propositions, a case study approach was selected (Yin, 1994) . To investigate the richness of interactions between the teacher and her students, we chose to delimit our study to one teacher and classroom of students. The teacher was selected based on her self-report as an effective teacher of African American students and a recommendation by the school principal. The teacher selected the class from which the data were collected based on her perception that more discipline problems might occur than in her other classes. All proper names referenced throughout the article are pseudonyms.
Participants
The classroom of focus was an average ability eighth-grade science class comprised of 22 students (12 African American boys, 9 African American girls, and 1 White girl). All of the pupils were 12 to 13 years of age and described by the teacher as being from lower-middle-and working-class backgrounds. She characterized their academic abilities as ranging from low to average. The teacher, Ms. Simpson, was a 31-year-old African American with 10 years of teaching experience. With the exception of her first 2 years, she has taught in the same school for her entire career and is a former student in the same school. She holds bachelor's and master's degrees from publicly supported institutions in the state in which the data were collected. Socioeconomically, she described herself as being from a middle-class background and resided in the school's surrounding community at the time of the study.
Professionally, Ms. Simpson is highly involved with her students and school community. Examples include her decision to coach the girls' track and basketball teams and to serve as a student council advisor. She is well regarded by her professional colleagues who often seek her advice on curricular and pedagogical matters. Furthermore, she demonstrates a high degree of concern and sensitivity for her students' home lives and academic well-being. Similar to other culturally responsive educators, she often purchases material goods for students if their families or caretakers are unable to do so, provides advice and guidance to students and their families, and is a vocal advocate for her charges within the school community.
A predesigned Classroom Code of Conduct and Expectations served as the basis from which the teacher identified student behaviors as disruptive (see Appendix). Adopted from a professional development workshop, Ms. Simpson perceived classroom disruption as any violation of the seven limits set forth on the Code. As she informed the class on the second day of school, "When I come to class, I don't have rules. I have limits. When you move past those limits, you are violating [my expectations]." The consistency of her views was documented by triangulating her statements and actions across multiple data sources. For example, copies of the Code were provided to each student to learn, and she quickly cited the seven classroom limits when asked to define student disruption during interviews. Observational data revealed a strong congruence between Ms. Simpson's stated perceptions of disruption and her actual classroom behavior as student deviations generally were met with some disciplinary response by the teacher. When discipline problems arise, she typically addresses them herself by speaking with the student or students involved privately. Pupils seldom are sent to an administrator's office unless the behavior is a flagrant violation of school rules, such as a physical fight. Although she corrects students for misbehavior, such as talking during inappropriate times, Ms. Simpson's emphasis and attention is on completing academic and school-related tasks rather than controlling students' behavior and movements. These actions stand in contrast to traditional descriptions of classrooms populated by African American and low-income students who are perceived as having low academic abilities (Goodlad, 1984; Oakes, 1985) .
School Setting
The institutional setting was a public middle school located in the metropolitan area of a large urban city in the southeastern United States. The school serves 650 sixth-, seventh-, and eighth-grade students (420 African Americans, 222 Whites, and 8 Hispanics). Of the students in the school, 54% were eligible for the district's free and reduced lunch program, and the per pupil expenditure ratio was $2,028 at the time of the data collection.
Data Collection and Analysis
All data were gathered and analyzed by the first author. Specifically, 36 field visits were completed during the course of the first two 9-week grading periods. Each of the observations lasted approximately 1 hr and 15 min. In addition, two semistructured interviews were conducted with the teacher. Both interviews lasted approximately 1 hr and 20 min and were guided by predesigned interview protocols. The first interview was conducted at the beginning of the study to establish a general understanding of the teacher's perceptions of student disruption and her classroom management techniques. The second interview was completed at the end of the project to further our comprehension of actions that transpired during the course of the study. To supplement data gathered during the semistructured interviews, 12 informal interviews were conducted with the teacher throughout the course of the study. Information obtained during these conversations was recorded in a researcher notebook. Finally, copies of all handouts pertinent to the teacher's behavioral and academic expectations were collected.
The data were coded by identifying emergent themes from the field notes, teacher interviews, and collected documents (Rubin & Rubin, 1995) . The codes were derived primarily inductively to capture the teacher's perspective. However, codes were imposed from the literature when phrases used by the participants were inconsistent. The final analysis is the result of triangulation across the three information sources. Student behavior was coded as disruptive when it (a) violated a stipulation on the Classroom Code of Conduct and Expectations, (b) invited some form of disciplinary action from the teacher, or (c) was identified as inappropriate by Ms. Simpson during an interview or informal conversation. Coding categories for the teacher's disciplinary responses were created based on the teacher's espoused practices as well as pattern behaviors that emerged from the observational data. Of the 387 student actions coded as disruptive, 11 were addressed by short dialogues that reflected patterns of cultural humor, and 101 were met with brief comical retorts or pointed comments grounded in African American humor as related to voice tone or dialect. Although less common, the teacher also incorporated strong displays of emotion and affect in her actions. In total, she delivered five extended lectures to students and made 68 brief frank comments in the same vein. Punitive forms of discipline were uncommon as only two students received office referrals, and eight lunchtime detentions were assigned. Twenty-one violations were addressed with positive reinforcement, and she attended to 120 behaviors with traditional forms of classroom discipline such as changing students' seats or instructing them to be quiet. Fifty-one disruptive acts were unaddressed by the teacher.
Reliability and Validity
Reliability and validity are core components of robust qualitative studies (Rubin & Rubin, 1995) . To meet appropriate standards of reliability researchers must implement procedures that enable other scholars to "come up with compatible observations" (p. 85). We followed several steps to address threats to reliability. Efforts centered primarily on the role of documentation. The researcher journal served as a guidebook for how decisions related to data collection and coding were made as well as a blueprint for how the data were analyzed and reported. We also retained a chain of evidence to record the dates, times, and locations of the field visits and interviews. Material gathered from field visits and interviews was audiotaped and transcribed verbatim. Data contained on the audiotapes were supplemented with notes taken during the class sessions and interviews. All handwritten notes were attached to the final transcript as an appendix.
Yet merely providing a guideline for researchers to follow for duplication purposes is insufficient. A valid qualitative inquiry also "closely reflects the world being described" (Rubin & Rubin, 1995, p. 85) . To capture an emic perspective of the classroom, copies of all field notes and interview transcripts were provided to Ms. Simpson for a member check. Valuing the right of participants to disagree with and to challenge researchers' conclusions (Irvine, 2003) , we informed Ms. Simpson that she was entitled to make any changes, clarifications, or additions to the original document that she deemed necessary. Ms. Simpson, however, indicated that the original documents were accurate. Finally, to honor qualitative methodologists' call to recognize the existence of multiple interpretations and realities, we invited knowledgeable colleagues to review and critique the study.
FINDINGS AND SIGNIFICANCE OF THE STUDY
Results from the current study offer a framework for understanding how cultural synchronization between teachers and students influences classroom disciplinary practices. In addition to traditional forms of classroom management, such as asking students to be quiet, two culturally specific behaviors typified the teacher's disciplinary style. They were patterns of cultural humor and demonstrations of emotion and affect. Each will be discussed at length.
Patterns of Cultural Humor
Although the use of humor is not a new technique in classroom management, settings characterized by cultural synchronization reflect a unique type of humor found among African Americans who live in southern urban areas. Often engaging in playful bantering with her students, Ms. Simpson used humor to regulate student behavior. Forms of humor that the teacher used echoed sources of wit found among her students as seen in the following example:
Ms. Simpson: Now, ok, let's write down our homework please. Our homework for tonight. And I will be making my second round of phone calls this week. If I can't get your parents on the phone I will come to your house.
Students utter expressions of surprise. She continues with the lesson plan and the students comply. In addition to managing instructional time, Ms. Simpson used culturally based forms of humor to express her expectations regarding behavior during noninstructional school events. For instance, the teacher provided the following instructions to the class prior to a school pep rally:
Ms. Simpson [addressing the class]: If you know you're going to act the fool just come to me and say, "I'm going to act the fool at the pep rally," so I can go ahead and send you to wherever you need to go.
Class laughs.
Ms. Simpson: I'm real serious. If you know you're having a bad day, you don't want anybody touching you, you don't want nobody saying nothing to you, somebody bump into you, you're going to snapyou need to come up to me and say, "I'm going to snap and I can't go to the pep rally."
The students start to call out various comments.
Ms. Simpson: Now, I just want to say I expect you to have the best behavior because you are the most mature students in the building . . . don't make me stop the pep rally and ask the eighth graders to leave. Edward: We'll have silent lunch won't we? Class laughs. The students begin an assignment for the day's lesson.
Teacher responses, such as those contained in the cited excerpts, are telling on several levels. Use of linguistic and colloquial student expressions as classroom management tools enables teachers to build cultural bridges between students' home and school lives. Such construction occurs on numerous levels. First, educational institutions seldom reflect the cultures of students of color, particularly low-income African American pupils. The inadequate percentage of African American practitioners in U.S. schools further contributes to the creation of classrooms where Black students are likely to be educated by teachers who are unfamiliar with their cultural frameworks, voice negative beliefs about African Americans, and hold low expectations for students (Irvine, 1988) . When low-income Black students' culturally based behaviors are highlighted attention is often delivered in the form of corrections for incorrect grammar usage or admonishments for off-task or inappropriate behavior. The presence of culturally responsive teachers enables students to interact with educators who understand, rather than denigrate, their cultural backgrounds. Such teachers play a critical role in closing cultural gaps that fuel misunderstandings between teachers and students, particularly as related to language.
Second, the findings suggest that teachers' knowledge of students' cultures enables them to integrate this knowledge into pedagogical tools. Clear examples include Ms. Simpson's use of quick verbal comebacks to monitor and redirect the focus of the class and her reliance on dialect when she wished to emphasize important ideas. These types of interactions provide important opportunities for teachers to stress and reiterate behavioral expectations in ways that are meaningful to students.
Finally, the teacher's culturally responsive management style served as a mechanism by which she promoted and reaffirmed solidarity with her students. It is well known that humor plays a powerful and productive role in classrooms by shrinking the symbolic distance that exists between teachers and students and providing a common ground for interaction (Bowers & Flinders, 1990) . As a consequence, students may perceive culturally responsive teachers as being more authentic than teachers who are not. Unfortunately, many researchers and educators misjudge teachers' decisions to engage in cultural humor as inappropriate conduct rather than a culturally relevant classroom management technique. As a result, the valuable role that such forms of cultural synchronization play in preventing serious forms of disruption and adverse effects for students, such as suspension, is overlooked. Furthermore, the strong alignment between Ms. Simpson and her students' cultural orientations enables her to recognize student behaviors that are not intended to be disorderly and respond in ways that promote positive outcomes. A clear demonstration of this ability is found in the opening excerpt for this article.
Without question, Michael's comment regarding the placement of a date rape pill in the students' milk is highly inappropriate. Yet despite the unsuitability of his words, it became a fact of classroom life for Ms. Simpson to address. Rather than responding harshly or referring him to an administrator for disrespectful conduct, Ms. Simpson acknowledged and responded to the inoffensive, although misguided, intent behind his question. After providing a brief space in which she honored the motivation behind his words, she concluded the exchange and redirected the focus of the class. The result was an interaction in which offtask behavior was minimized and a student comment that may have invited a harsh disciplinary response was avoided. Given that subjective behaviors, such as disrespectful conduct, rank among the leading reasons for student discipline (Skiba et al., 1997; Skiba et al., 2000) , the ways in which teachers perceive and address these small, yet pivotal, moments have a significant impact on disciplinary patterns in the lives of African American students-particularly boys.
Based on our findings, we posit that teachers' use of cultural humor and momentary engagement in off-task interactions is a proactive tool that may be used to contain episodes that have the potential to escalate into serious or sustained forms of disruption. Moreover, teachers' knowledge of their students' cultural orientations enables them to respond in nonpunitive ways that avert known consequences of recurrent classroom discipline, such as suspension. Conversely, teachers who are unfamiliar with African American culture may misinterpret the aim of student behaviors and react in ways that place students on trajectories of disciplinary referrals and other unfavorable school outcomes. Furthermore, Ms. Simpson's decision to engage and support momentary asides suggests that she does not perceive her role or authority as the teacher as being threatened nor does she seem to fear that she will lose control of the class. Moreover, the students' participation and compliance with her cues indicates that they accept Ms. Simpson's efforts to support, as well as to end, humorous, off-task interactions. These findings stand in contrast to previous research on student disruption (see D 'Amato, 1996; Everhart, 1983) .
Demonstrations of Affect and Emotion
The second area of significance in our study relates to the teacher's displays of emotion and affect when disciplining students. In the vein of warm demands, Ms. Simpson periodically employed a tough and no-nonsense style. Findings in this area were less common than her displays of humor and were reserved for incidents that the teacher perceived to be severe. Examples included physically threatening or intimidating other students as seen in the following excerpt:
The teacher is sitting at the classroom computer working with a group of six students. The remainder of the class is seated at their desks working on an independent assignment. There is a moderate chatter of student voices. As the teacher calls a new group of students to come to the computer, Dana's voice is heard over the classroom chatter. Dana: I'm gonna bust you in your gut [to a male student seated next to her who is from another class]. Class: Oooh! The room goes from a constant chatter to complete silence. Ms. Simpson stands up and everyone turns to look at her. The room is entirely silent and the students look back and forth between the teacher and in Dana's direction. Dana sits with her head leaning on the back of her hand and looking down. Dana gets up and slowly shuffles over to the teacher with her eyes downcast. Dana walks faster to a small sofa located next to the computer and mumbles to herself as she is seated.
Ms. Simpson: Hush. You think I want to play with you?
Dana sits quietly on the sofa.
Ms. Simpson: Just sit there until I'm ready to deal with you.
The teacher continues working with the students at the computer for approximately 5 minutes and then takes Dana into the hall to speak with her. The remaining students in the classroom work quietly and remain on-task while the teacher is in the hall.
In addition to addressing specific students' behavior, Ms. Simpson applied this technique to the class collectively. For example, during one field visit Ms. Simpson expressed her displeasure with the students' general behavior toward a substitute teacher:
Ms. Simpson: Now third period, I am very upset with your behavior yesterday. . . . Now I want y'all to understand something, . . . when a substitute has to leave me a note about how disruptive third period was I find it embarrassing. And I will not tolerate it. And she's left me names. . . . And those people who, where she has written comments about I'm going to talk to you. If you ever allow that to happen again, I will make it very difficult for you for the rest of the year. A substitute is not getting paid to come here and put up with foolishness. They're getting paid to come here and monitor a classroom of students who know how to behave and who will complete assignments that the teacher has left for them. . . . It will not happen again. And my suggestion to you is you better hope I stop thinking about it because the more I think about it the angrier I get. I don't care what kind of attitude you get about it. And go home and tell your parents how you acted like a fool. The sad part about it is, it's not everybody all the time. You're going to learn how to act. . . . Take out paper for assignments.
The students listen silently as she is speaking and then quietly take out notebook paper when told to do so. Instances in which the teacher clearly displayed her disapproval were notable because the students seldom engaged in any form of disruption after being reprimanded. Moreover, such class periods were marked by little off-task activity in general. As noted in the previous examples, the teacher's clear display of dissatisfaction and word choice mirrors the blunt and direct types of discipline to which many urban African American students from low-income backgrounds are exposed in their homes. As a consequence, the students' collective response often was characterized by parental-like deference to the teacher's instructions and expectations. As Ms. Simpson herself commented, the students often reacted toward her as if she were "their mother" when chastised.
In addition to extended comments, such as the examples previously cited, Ms. Simpson commonly interspersed pointed remarks into her classroom instruction to signal students of her disapproval regarding off-task behavior. Routine comments included statements such as, "Don't act like you don't understand," and the rhetorical question, "Is this class losing its mind?" when the teacher perceived that students were not meeting her behavioral expectations or were using class time unproductively. Ms. Simpson also commonly gave short, sharp directives intended to convey a broader meaning. Examples found across the field notes include "homework," "assignments," and "warm ups," which prompted students to end any off-task behavior, quickly retrieve and submit homework assignments, and focus their attention on the day's academic lesson respectively. Echoing behaviors found among other culturally responsive teachers, Ms. Simpson characteristically delivered her comments in a firm, authoritative manner.
SUMMARY AND CONCLUSION
Effective classroom management strategies and student discipline persistently rank among teachers' top concerns. Although educational literature is replete with studies that investigate and offer prescriptive models to address classroom disorder, the majority of such research overlooks the salience of cultural factors and the voices and experiences of teachers of color. This oversight has resulted in a body of research that rests on unexamined, taken-for-granted mainstream norms regarding classroom management. The results of the current study partially address this problem by shedding insight into the relationship between cultural synchronization and effective classroom management practices in an urban African American context.
Whereas perceptions of classroom disruption held by the teacher of focus are largely consistent with beliefs common to many practitioners, her responses to misconduct represent a marked divergence. In addition to relying on traditional forms of discipline, Ms. Simpson infused her practice with culturally based strategies. To this end, the teacher drew on referents such as speech patterns, voice tones, facial expressions, and word choices that conveyed her behavioral expectations to students in familiar and meaningful ways.
Based on our findings, we assert that culturally responsive classroom management strategies have a strong impact on the life of a classroom made up of predominately African American students. Perhaps the most significant means was via Ms. Simpson's use of student culture as a classroom management tool rather than a traditional point of division between institutional and low-income African American cultures. Although Ms. Simpson heavily draws on her students' culture at times, it is noteworthy that she never minimizes or abdicates her power as the teacher to control the classroom. Unfortunately, few teacher education or professional development programs acknowledge the effectiveness of culturally responsive disciplinary practices. In fact, conventional wisdom suggests that such tactics may engender feelings of dislike and resistance among students. However, as the findings from our study demonstrate, such outcomes do not necessarily occur. Rather, alternative forms of classroom management may be successful based on the cultural context in which they are practiced.
Yet the relationship between cultural synchronization and classroom discipline must be interpreted with caution. As previously noted, Ms. Simpson is a veteran teacher who is a visible and respected member of her school community. Via her extracurricular activities and longevity in the school, she has constructed strong relationships with her students and their families over time. Thus, the importance of relationship building cannot be minimized. However, given clear connections between ethnicity, gender, and school discipline, we suggest that culturally responsive disciplinary practices may be an effective way to manage African American students' behavior. Teachers who address inappropriate conduct in the classroom without relying on formal procedures, such as office referrals, may enable their students to avoid detrimental effects associated with recurrent disciplinary action. This possibility is particularly relevant for male African American youth. The degree to which teachers experience success with culturally responsive discipline, however, is likely to be dependent on their professional styles, characteristics, degree of administrative support, and quality of relationship with their students, among other variables.
Future researchers should expand on issues raised in the current study to develop a more comprehensive understanding of culturally responsive classroom management. We recommend that empirical studies be conducted with larger sample sizes that include both male and female practitioners, teachers across different grade levels, and with teachers who represent different cultural communities. Expanding the scope of the current study to include students and parents' perceptions of such practitioners may further enhance scholars' understanding of culturally responsive classroom management.
APPENDIX

Limits-Actions That Violate Others
No one has the right to physically injure yourself or others or threaten to harm
[others]; discriminate against others (make or see a difference); damage or destroy property or materials; steal from others; impose on others (forcing to do something); interfere with others (making sounds, movements, or actions that disrupt learning); or misrepresent to others (cheating and lying).
